The contribution presents the results of research focused on analysing methodical support for teacher education via mentoring, and familiarizes itself with the ascertained efficiency of the established mentoring programme in pilot schools in the Zlín region from the perspective of primary and secondary school teachers. The research shows that teachers' evaluation of their own professional coaching competencies plays an important role in the perception of the mentoring's efficiency. The higher the level of mastery of these competencies that the teachers attain in their own opinion, the better mentors they feel they are, the more they perceive mentoring as beneficial, and the more they use it in practice. At the same time, it is shown that the evaluation of own professional coaching competencies depends on the level of inner motivation to become involved in the mentoring course.
Highlights

•
The practice (Jonson, 2008) . Thanks to mentoring, teachers gain a new perspective on the students' development possibilities, which is reflected in the increased quality and efficiency of teaching and learning.
With the gradual introduction of mentoring to schools, its quality must also be evaluated. Nowadays, however, measuring the quality of education is increasingly focused on structural quality, i.e. on objectively measurable criteria (e.g. comparison of individual students' results) rather on the process of quality, which focuses on the teacher's professional competencies and the dynamics of the educational process (Šneberger, 2012b) . The contribution presents the results of research focused on analysing methodical support for teacher education via mentoring. The contribution familiarizes itself with the ascertained efficiency 1 of the established mentoring programme in pilot schools in the Zlín region.
Mentoring is one of the less traditional forms of support for pedagogical workers' professional development, based on their individual needs, targeted methodical assistance and mutual teaching (Dlouhodobý záměr vzdělávání a rozvoje vzdělávací 1 The term efficiency in the evaluation sense is understood as a certain general quality that is distinguished by the fact that given inputs correspond with outputs that have a certain required level (Průcha, Walterová and Mareš, 2009) . The efficiency of mentoring is perceived in accordance with Hawkins's conception of the term efficiency (1950) as a certain abstract quality; as a sensation of competence or ability in a situation when a person is contented by objects of their activities. In our case it represents teachers' evaluation of their own professional coaching competencies, the perceived benefit and utilization level of the mentoring, and the reservations and limits of own mentoring work.
Introduction
The National Programme for the Development of Education in the Czech Republic (Národní program rozvoje vzdělávání v České republice, 2001) presented six main strategic lines of educational policy in the Czech Republic, among which it ranked mentoring and the evaluation of the quality and efficiency of education. The strategic intention to support quality education and teachers as its key prerequisite is also currently mentioned in the Strategy for Education Policy of the Czech Republic until 2020 (Strategie vzdělávací politiky České republiky do roku 2020, 2014) . Methodical support for teachers must be based on a certain need, and subsequently from a specific evaluation. The methodical support will be most effective where teachers feel they have the greatest reserves.
One of the forms of professional teacher support is represented by mentoring, i.e. collegial support by the more experienced to the less, and by the relationship of the mentor accompanying and supporting the mentee (Pol, 2007) . Mentoring deals with support for the teacher's professional development in various phases of their career path. During mentoring, teachers begin with their own professional experiences, and regulate their own professional development under the mentor's supervision. Responsibility for the teaching process is transferred to the pedagogue, which then strengthens their professional competency, internal motivation to self-educate, and perception of their own success (Šneberger, 2012a , 2012c Hrbáčková et al, 2014) . Mentoring relationships enriches both parties -the one that learns and the one that teaches (Nový termín -mentoring, 2009). Teachers do not benefit from effective mentoring, i.e. a good mentoring relationship, not only at the beginning of their career path, but also in subsequent years of their pedagogical soustavy České republiky na období 2011 -2015, 2011) , moreover, mentoring is an innovative method of supporting the quality of education, having much in common with coaching and supervising. The aim of mentoring is to increase the quality and efficiency of pedagogical work, and to provide teachers with information and personal support (Syslová, 2013) .
Contribution of mentoring is particularly evident in the professional competency, reflective practise, professional renewal, and in the psychological area (e.g. self-esteem, satisfaction from helping), collaboration (collegial interaction) and teacher leadership (Huling, 2001 ).
In professional literature, mentoring and the introduction of a new teacher is perceived as one of the basic components of a quality teacher and quality school (Irvin, 1985; Evertson and Smithey, 2000; Tomková et al, 2012) . Statistical data shows that teachers who received high-quality and systematic professional support leave the teaching profession considerably less frequently than teachers who did not receive such support (Ingersoll and Smith, 2004) .
In the Czech Republic, certain professional support is more common for new teachers in the form of support from introducing teachers, but teachers with more years of practice are facilitated less professionally. At the same time, mentoring plays an important role not only in the case of support for the development of new teachers' professional skills (competencies), but particularly in the process of support for the professional growth of teachers who strive to increase the quality of their teaching (Hrbáčková et al, 2014) . According to current research, individualized support via mentoring has an efficiency of over 60 % (referring to changes in teacher's own practise achieved in the given form of education) compared to the approximately 15% efficiency of traditional seminars (Šneberger, 2012a) . Thus, according to the Strategy for Education Policy of the Czech Republic until 2020 (Strategie vzdělávací politiky České republiky do roku 2020, 2014), in future years every teacher should not only have the option of utilizing further education programmes, but also have access to individual support based on a reflection of their own pedagogical activity under professional supervision, at any stage of teacher's career path. This should result mainly in support for effective forms of the mutual sharing of experiences among pedagogues, the position of a mentor for the teacher should be defined in the career system, a mentoring skills development system should be created for pedagogues, etc. Thus, the offer of methodical support via mentoring should become more accessible in the coming period.
The mentor and mentee enter the mentoring process. The mentor is an experienced adviser whom the mentee trusts. The mentor is a "side by side" guide, who assists, shares, and shows a genuine interest (Vonk, 1993 , Baird, 1993 In Clutterbuck, 2004 . The mentee (also protégé, intern, programme client, service client) is an individual who is introduced to practice in the field by an experienced expert, they are the mentor's partner in the so-called mentoring relationship, and they are a client of the mentoring programme (Kraus et al, 2005; Jonson, 2008; Brumovská and Seidlová Málková, 2010) . The client's education and personal growth is an important part of the mentoring process, but the mentor should also profit considerably (National Academy of Sciences, 1997). Within the scope of the mentoring relationship, the mentor creates conditions for the mentee which are suitable for gaining new knowledge and developing their interests and talent (DuBois and Karcher, 2006) . From a broader perspective, mentoring can be performed anytime, anywhere and by anyone; it can be a one-off intervention or a life-long relationship (Shea, 2002) . A healthy and safe mentoring relationship is based on trust, a non-judgemental approach and shared experience -this is the basis of a successful mentoring programme (Jonson, 2008; Píšová, Duschinská et al, 2011) .
A teacher gains mentoring skills from their own experience, and also from mentoring training. Undergoing mentoring training not only benefits the mentor's future clients, but also improves the quality of the mentor's schooling -the teacher themselves. In the mentoring process, the mentor may appear in multiple roles (Píšová, Duschinská et al, 2011; EDOST, 2012) , whereby each of the roles places specific requirements on knowledge, skills, experience and abilities, i.e. the mentor's competencies. The mentor should be a good listener, they should be sensitive to the mentee's needs, and not judge or condemn (Jones, 2008; Zachary, 2009) . They should be an educated and experienced person with high standards of behaviour and moral values worth following (Medlíková, 2013) . The mentor should understand themselves and others, they should have clear objectives, they should be communicative, have a sense of humour and balance and an interest in developing others, they should build relationships on trust, they should be creative and self-educate, and have the ability to reflect and self-reflect (Clutterbuck, 2004) . Furthermore, the so-called ICF basic professional coaching competencies (ICF Czech Republic, 2013) are considered. The competencies include foundations for work with the client (adherence to a code of ethics and professional standards, definition of coaching agreement), the creation of a mutual relationship (creation of trust and closeness with the client, coaching position), effective communication (active listening, use of strong questions, direct communication) and support for teaching and achieving results (developing self-awareness, designing events, planning and stipulating objectives, managing development and responsibility).
When introducing mentoring to schools, the so-called quality pedagogical practice competencies represent the basic professional quality framework (Šneberger, 2012b) . According to the focus, we can define these as competencies in the area of professional development, teaching environment and conditions, teaching planning and evaluation, schools and communities, communication and the teaching process. Along with the definition of the teacher's competencies, the criteria and indicators of the quality of teaching are propounded by a number of national and international quality standards, e.g. for Kindergarten Teachers (Syslová, 2013) , Competencies of Quality Pedagogical Practice (Hrbáčková et al, 2014) etc. (2008) have prepared a so-called model of the process of mediating the benefits of mentoring, by which they point to the fact that mentoring is beneficial if the mentoring relationship fulfils partial signs of quality such as trust, empathy and closeness. The advantages of mentoring are considered to be own professional development, better analysis of problems and own performance, insight into practice, increased contemplation, increased self-awareness etc. (Hobson, 2003) .
Rhodes and DuBois
Motivation to train the mentor and to use mentoring support, which also relates to the system of introducing mentoring in schools as a professional methodical support, are considered as key in the mentoring process. Although we see participation in the mentoring programme as essential, this participation is meaningless if it lacks an element of voluntariness. The quality of the mentoring support is decided on by how the school, teachers and public view professional qualities, the teacher's competencies and their responsibility towards society. A methodical support system established in a so-called topdown manner may be perceived by teachers as an externally threatening evaluation in favour of the norm (evaluation of the quality of the teacher's performance) rather than as positive feedback which would motivate them further to realize and utilize the methodical support.
If the teacher has time and space for own decision-making, and suitable conditions for self-education and self-development, mentoring becomes an advantageous opportunity for the development of self-regulation (auto-regulation) of the mentor and mentee, and the teacher then becomes a true expert in their profession. (Hrbáčková et al, 2014) In the research, we focused on examining the efficiency of a mentoring course (training) (in the Quality programme realized by the Regional Centre for Further Professional Development and the Education and Lifelong Learning Centre for the Zlín Region) from the perspective of teachers who underwent this training (i.e. mentors). The implied research follows the pilot research realized in the initial phase of introducing the mentoring programme to schools (Hrbáčková et al, 2014) , which focused on examining the level of quality of teaching by trainee primary and secondary school teachers in the Zlín region, and on the benefit of methodical support for teachers.
Materials and methods
In the research, we focused on examining the efficiency of the mentoring course from the perspective of primary and secondary school teachers in the Zlín region, who completed an accredited mentoring course intended for teachers in the Zlín region.
The program was 9 months long (March 2014 -November 2014 and 10 pilot schools from the Zlín region were involved in it. Training of mentors was conceived in the form of contact teaching and practical exercises; concrete examples of pedagogical situations and case studies from participants' practise were a part of the training. The content of mentor training consisted of four two-day modules of 40 hours of theory and 50 hours of practise (3x two-day modules, 3x one-day supervision meeting, 3x individual supervision mentoring support and classroom and observations with feedback, observation of one's own mentoring work, discussion about development plan, Skype contact and written consultation). Non-contact teaching was also a part of the training.
We were interested in the teachers' awareness of mentoring before starting the mentoring course, the reasons that lead the teachers to participate in the course, and how the teachers evaluate their own professional coaching competencies after completing the mentoring course. We also examined the perceived benefit and utilization level of the mentoring, and the reservations and limits of own mentoring work.
We analyse whether there is a connection between selfmotivation to participate in the mentoring course, the school's requirements and the teachers' level of awareness of the mentoring. In addition, we examined whether there is a connection between self-motivation to participate in the mentoring course, the perceived level of mastery of professional coaching competencies, whether the teachers feel that they are mentors after completing the course, and the benefit and utilization of mentoring in own practice. At the same time we examined whether there are differences in perceiving oneself as a mentor, depending on the extent of school requirements to participate in mentoring course.
We assumed that the rate of inner motivation will depend on the extent of school requirements to engage in the course, and the higher the inner motivation of teachers is, the higher their awareness about mentoring is. At the same time we assumed that the stronger demand of schools to join the course is, the lower the awareness of teaching about mentoring is.
Furthermore, we assumed that the inner motivation of teachers would positively correlate with much the teachers feel they are mentors, with professional coaching competencies and with the extent to which they use mentoring practise and with perception of mentoring contributions.
We also assumed that the rate of professional coaching competencies positively correlates with the fact that how much the teachers feel they are mentors, with using mentoring practise and with the extent to which teachers perceived the mentoring course as beneficial.
We assumed that the teachers who participated in mentoring course at the school request, would feel mentors to a lesser extent that the teachers who participated in the course without school requirement.
On the basis of the research objective, we chose a quantitative approach. The research group consisted of 30 respondentsmentors, who participated in the training (N = 30). It was an exhaustive selection group (i.e. all the teachers involved in the mentoring training).
For the data collection, we used a 26-item questionnaire divided into four parts: 1) period before starting the mentoring course -motivation, awareness of mentoring (items 1-3 of the questionnaire)
2) managing ICF basic professional coaching competencies (2013; hereinafter "professional coaching competencies") in
Printed To analyse the data, we used correlation analysis, the Kruskal -Wallis test and One-factor analysis of variance ANOVA. In the study, we worked with data used in Lepková's research (2015) .
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The data was processed using the IBM SPSS Statistics (V21.0.0) programme.
Results
The teachers' level of awareness of mentoring before starting the course (part 1 of the questionnaire) was relatively low. 70% of the participants in the training stated that before starting the mentoring course they had only very little or little information; only 3% of teachers had received more information (Figure1). To a large extent, the teachers' entry into the mentoring course was due to the school's requirement (57%), while in 30% of cases the school's requirements were not decisive for participation in the course (Figure 2) .
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This study uses data collected during the project IGA / FHS / 2013/008 Mentoring and Methodical Support of Primary and Secondary School Teachers in the Zlín Region. The data was partially used in the diploma thesis by Lepková (2015) as a sub-project output. Both the diploma thesis and this study are based on the same data, they differ in the way of data processing and partial results. The school's requirement to participate in the mentoring course has a negative correlation (Table 2 ) with teachers' selfmotivation to participate in the course (r = -.508, p =.004). The more the teachers are required to participate in the course, the lower their inner motivation.
The teachers' self-motivation to participate in the course has a positive correlation with their awareness of mentoring (r =.405, p =.026). The higher the teachers' inner motivation,
Printed ISSN: 2336-2375 the more information they have before the mentoring course. However, we simultaneously discover that the teachers' level of awareness is not connected to whether entry into the course was required by the school or not (r = -.067, p =.726) even though, on the basis of the afore-mentioned results, one could expect that the stronger the school's requirement to enrol in the course, the lower the effort to obtain information will be (a negative correlation is shown, but is statistically insignificant). Thus, it's evident that teachers who are intrinsically motivated to enrol in the course are informed about mentoring regardless of whether enrolment in the course is also required by the school or not.
Figure 4: Self-motivation (y) according to the extent of the school's requirement (x)
Selfmotivation School's requirement Awareness During the training, participants in the course gradually mastered professional coaching competencies. We examined how teachers evaluate their mastery of these competencies after completing the mentoring course (part 2 of the questionnaire).
The highest level of competency mastery ( Figure 5 , Table 3 ) is achieved by teachers in the area "ICF 1 Creating Foundations for Work with the Client" (M = 4.05, SD =.648) and also in the area "ICF 2 Creating a Mutual Relationship" (M = 3.967, SD =.556).
The teachers evaluate themselves positively in the area "ICF 3 Effective Communication" (M = 3.711, SD =.508) and also in the area "ICF 4 Support for Teaching and Achieving Results" (M = 3.342, SD =.493), even though their evaluation in this area is the lowest of all the four areas.
The teachers believe that they are able to listen actively (M = 4.233, SD =.728) and adhere to a code of ethics and professional standards (M = 4.167, SD =.648); at the same time, they think that they have managed to create a relationship of trust and closeness with the client (M = 4.133, SD =.82). The teachers evaluate their ability to develop the client's self-awareness (M = 2.967, SD =.615), to manage the client's development and responsibility (M = 3.133, SD =.73) and to use strong questions during contact with the client (M = 3.167, SD =.699) at a lower level. Printed ISSN: 2336-2375
Having completed the course (part 3 of the questionnaire), approximately a third of the teachers (33.33%) feel competent in the role of mentor, and almost half of the teachers (46.67%) feel that they are a mentor in part (teachers chose the mean value 3 on scale). Having completed the course, 20% of the teachers do not feel they are mentors. ( The results suggest that the extent to which teachers feel to be mentors is not dependent on school requirements to participate in mentoring course (p =.258). Teachers on who low requirements to join the mentoring course are placed achieve comparable results in how much they feel to be mentors, as well as teachers who are subjects to medium or high requirements. (Table 4 Table 4 : Differences in the extent to which teachers feel to be mentors based on school requirements
In the schools in which the mentors work as teachers, they use their skills partially in regular practice (M = 2.956, SD =.958). The reason may be the only partial creation of conditions for mentoring work by the school management (M = 3.167, SD = 1.234) and also lower interest in mentoring support by colleagues (M = 2.5, SD =.938). It's possible that in practice there are still deep-rooted fears of the inspection and evaluation of teachers' work, and many teachers also usually do not feel the need to significantly change their work (M = 3.367, SD =.928). Having completed the mentoring course, the teachers feel an effect on their own pedagogical work (M = 3.833, SD =.95), and they would also recommend other colleagues to become mentors (M = 3.667, SD = 1.093). The expectations of completing the course were partly fulfilled (M = 3.467, SD = 1.106). (Table 5) The teachers perceive (part 4 of the questionnaire) the biggest benefit of the completed mentoring course (quantification of open answers) to be the application of new methods in teaching (33.3%), viewing their work from other perspectives and realization of changes in their work stereotypes (26.7%), increased quality of own teaching, more effective utilization of mastered competencies, professional development (20%), ability to better set objectives and plan teaching (16.7%).
In their own mentoring practice, having completed the mentoring course, they mainly manage to listen actively to the client (46.7%), build a relationship with the client based on trust (33.3%), set objectives (20%), create a favourable and safe environment (16.7%), manage the client's development, mobilize their strengths and stimulate them (16.7%). They perceive the main reservations and limits in mentoring work to be colleagues' lack of interest in mentoring, convincing colleagues to cooperate and establish client contact (26.7%), posing of strong questions (20%), insufficient time for mentoring due to other pedagogical commitments (16.7%) and planning and setting objectives with the client (13.3%).
The results of the research point out a mutual connection between the level of mastery of professional coaching competencies, perception of oneself as a mentor, benefit of mentoring and its further utilization in own practice (Table 6 ). The extent to which the teachers perceive mentoring as beneficial is closely related to the extent to which they have mastered professional coaching competencies (r =.579, p =.001), the extent to which they feel they are mentors (r =.577, p =.001) and how they continue to utilize mentoring in practice (r =.543, p =.002). The extent to which the teachers feel they are mentors after completing the course is closely related to the level of mastery of professional coaching competencies (r =.687, p <.001) and both are also related to the further utilization of mentoring in practice (r =.468, p =.009; r =.443, p =.014).
The teachers' level of mastery of professional coaching competencies is also connected to the extent to which the teachers are intrinsically motivated to participate in the mentoring course (r =.425, p =.019). However, the extent of this inner motivation is not further related to how much the teachers feel they are mentors after completing the course (r =.359, p =.052), how much they perceive the mentoring as beneficial (r =.331, p =.074) and how much they continue to utilize it in practice (r =.268, p =.152).
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Discussion
In large part, the teachers participated in the mentoring course under the influence of the school's requirement, and the level of inner motivation to participate in the mentoring course it is represented in various degrees. It shows that the more the teachers are required to participate in the training by the school, the lower their level of inner motivation is. We can interpret the low level of teachers' self-motivation for the training, and strong pressure by the school, as risk factors of the realized methodical support's efficiency, as inner motivation for the mentoring training is key for the effective progress and results of the mentoring (compare with Lazarová et al, 2006; Šneberger, 2012a; Hrbáčková et al, 2014) , just like inner motivation to utilize mentoring support on the client's part (Malásková, 2015) . Thus, we encounter opposing approaches to methodical supportintrinsically motivated teachers, and teachers on whom pressure is developed by the school and whose inner motivation is not very high. If a teacher accepts the mentoring merely on the basis of a recommendation or order from the school management, a situation where the role of mentor is not accepted may arise. Thus, the mentee does not accept the mentor as a person who should direct them and show them other possible ways of solving situations in often unforeseeable pedagogical practice. (Malásková, 2015) Teacher's motivation for education is one of the most important factors of the efficiency of further education, as it is closely related to teachers' conduct, and to their willingness and preparedness to take useful information and stimuli away from the educational process and use them to innovate their own practice (Lazarová et al, 2006) . In particular, teachers need inner motivation and methodical support which will respect the methods by which teachers teach, but also those by which they themselves learn (Strategie vzdělávací politiky České republiky do roku 2020, 2014).
At the same time, the results of the research show a very low level of awareness of mentoring before completing the course, whereby it shows that the higher the teachers' inner motivation level is, the more information they have before the mentoring course. At the same time, however, the teachers' level of awareness is not related to whether participation in the course was required by the school or not. We believe that it's essential for teachers to be informed about mentoring before participating in the training, especially if the training is required by the school. However, the question remains whether a higher level of awareness would lead to a higher level of self-motivation for the training; however, it's alarming and ineffective in terms of the school's quality and education when teachers are sent on training about which they know little.
Although the circumstances of entering a course are varied, from other research results it is evident that after completing a mentoring course teachers evaluated it mainly positively. In their own opinion they have mastered professional coaching competencies at a very good level.
After the training, the teachers state that they manage to utilize the acquired knowledge and skills in practice, create a favourable environment for work with the client, build a mutual relationship of trust and closeness. Moreover, the teachers also identify with their own mentoring position, because only some feel that they are mentors after completing the training. During contact with the client, the teachers believe that they manage to utilize active listening, but they are less sure about posing strong questions, which encourage new discoveries and insights into situation, and which do not offer clear answers. In this case knowledge of the issue is important, as well as training via interviews. Most teachers manage to plan and set objectives with the client, while some still perceive reservations in this area, just like in managing the client's development and responsibility, and developing their self-awareness. This observation goes along with results of Lopez-Real and Kwan (2005) , who investigated constructs that lead to professional development, namely learning through selfreflection. The afore-mentioned area forms a very important part of the mentor's work in the process of guiding the mentee, which is why in this respect it's particularly necessary to take into account an individual approach to the mentee.
The teachers perceive the course itself as beneficial, as in addition to mastering professional client coaching competencies, it also allowed them to view their work from a new perspective, apply new methods in teaching, and increase the quality of their own teaching, which other experts and their studies also point out (Hobson, 2003; Moore, 2001; Šneberger, 2012b) .
Similarly, other international studies show that mentoring experience contributes to the fact that teachers feel to be more experienced in their profession and perceive their work as more meaningful (Carger, 1996) . Mentors feel contented particularly from helping less experience colleagues (Scott, 1998) . At the same time, they perceive contribution to mentoring as a way of giving back to the teaching profession (Boreen et al, 2000) .
Many teachers would also recommend their colleagues to become mentors. However, in this context, teachers point out their colleagues' lack of interest in mentoring, the low need to significantly change their work, the need to convince their colleagues to cooperate, and the demands of establishing client contact.
In actual practice, the teachers only make partial use of the acquired mentoring skills. They perceive a major obstacle in the lack of time for the realization of the mentoring due to other work obligations, and limits on the school's part, whereby we return once again to the initial issue of the creation of adequate conditions (a favourable work climate) for mentoring by the school, and to teachers' inner motivation to realize the mentoring. Thus, it is crucial to understand the true meaning of mentoring support when introducing the mentoring system in schools. This should not be misused in favour of the norm (e.g. evaluation of the quality of the teacher's performance), but
Printed ISSN: 2336-2375 instead should be construed as positive feedback and a good opportunity to develop self-regulation. Similarly, some foreign studies suggest that mentoring does not only affect the quality of teaching, but also affects the mentors themselves (Gordon and Maxey, 2000) .
On the basis of the realized research, we can state that selfmotivation does not have a direct effect on the perception of the mentoring's efficiency (benefit of mentoring, utilization of mentoring in practice, the extent to which they feel they are a mentor), but a key role is apparently played by professional coaching competencies, which can be one of the mediating factors between inner motivation to participate in the course and the mentoring's perceived efficiency. The more intrinsically motivated the teachers are to participate in the mentoring course, the higher the level of professional coaching competencies they attain. The higher the level of mastery of professional coaching competencies the teachers attain, and the better mentors they feel they are, the more they perceive mentoring as beneficial, and the more they continue to use it in practice. Stanulis and Weaver (1998) emphasize that mentoring leads to a critical evaluation of one's own practise, which contributes to a greater awareness of the complexity of teaching.
Conclusion
In a modern school a teacher holds several roles; teacher is a very important person who strongly shapes the individual from childhood. That is why teachers are required to continuously improve their knowledge and skills, and thereby also their competencies. One professional development option is mentoring.
The contribution familiarizes us with the issue of utilizing mentoring in primary and secondary schools in the Zlín region, Support of professional development does not only relate to graduates and trainee teachers; it is necessary and important in every stage of teacher's career path.
Although the teachers evaluate the completed mentoring course as beneficial, they perceive a number of reservations after its completion, and feel that they are mentors only in part. The research shows that an important role is played by motivation to utilize mentoring support, and the associated system of introducing mentoring in schools. The teachers' obligation to participate in the mentoring programme is essential; nevertheless, it loses its meaning if it lacks the principle of voluntariness, as inner motivation to participate in the course has shown to be key for mastering professional coaching competencies. If the teachers feel that they attain higher professional coaching competency levels, they feel that they are better mentors, they regard the mentoring as more beneficial, and they use it more in practice.
Every teacher feels reservations in a different area of their own mentoring work, and mentoring is thus an ideal and crucial form of assistance, as it is based on individual needs and individual mentors' requirements, and can remove the perceived reservations. A teacher can benefit significantly from mentoring support by improving their qualities, always moving forward, and becoming a true expert in their profession.
